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Abstract 
The present study has sought to compare teacher training courses in Iran, Turkey, and Australia to find out the 
differences in terms of programming and materials in teacher training courses. Iran and Turkey were very similar in 
teacher training programs and had the same problems with their EFL classes. Australia seemed to have a very precise 
and rich teacher training system in comparison with the other two. To conclude, it can be suggested that a more 
unified, goal oriented, and to the date teacher education system is needed in terms of study hours, course content, 
employment opportunities, and course practicality to have better EFL classes in Iran. 
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1. Introduction 
Although teacher education programs have been in existence for a long time, second language teacher 
education is a relatively recent development. Traditionally, second or foreign language teachers were 
either native speakers of the target language or had some recognized expertise in the language. To the 
extent that instructors from either of these two sources had degree work or undertaken other educational 
programs, it was generally in the literature and culture of the target language. Indeed, simply being a 
native speaker was often the only criterion. However, in the last thirty years, there has been an explosion 
in the teaching and learning of second languages, both in the actual teaching and in the education of 
second language teachers. 
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Teacher training has become the center of attention in many countries, as in a review of the changes in 
teacher training programs taking place in both developed and developing countries Raoof (2000) has 
come to the conclusion that many countries have come to notice the necessity of revising their teacher 
training programs. In a study by Vivienne and Ono (2001) a comparison was made between two countries 
of Japan and the United States. The study revealed that there was a need to improve and revise the teacher 
training programs in these two countries.  
Villegas and Reimers (2000) compared fifteen countries including the UK, Germany, Holland, Spain, 
Sweden, Portugal, Ukraine, Japan, China, Malaysia, Singapore, Australia, Israel, North America, and 
Canada in terms of teacher training programs and the way the teachers in these countries improve in the 
system. The results of the study indicated that a decent teacher training program is the one that starts in 
pre-service programs and is well designed, supported, and budgeted, and continues in a consistent way 
-service programs needed to be 
real sense of its practice.  
Teacher training in Iran has had its revisions and changes during time. However, there are a few 
studies investigating the teacher training programs in Iran. Estiri (1995) stated that the applicants to 
teacher training centers claimed that what they had learned in these centers were not of much help in their 
teaching. Kashef (1999) reported that the applicants studying Physical Education stated that the lack of 
educational hours and practical courses were two of the most important problems in teacher education 
centers. Abedi (1998) proposed that the course content of books taught in Association of Arts/Science 
(AA/S) lacks the required skills for efficient teaching.   
Considering evaluation and assessment, Tavana (1994) reported that evaluation is conducted in more 
theoretical rather than practical ways. The same in proposed by Liyaghatdar (2002) who stated that the 
way teaching applicants are evaluated is mostly theoretical and the practical courses are not helpful in 
their practice as teachers.  
This study, as a result, intended to have a closer look at teacher training in Iran with focusing mainly 
on EFL teacher training. To be able to have a better look at EFL teacher training programs in Iran, the 
study compares Iran with two other countries; Australia and Turkey. The reason behind selecting 
Australia was the fact that this country is a host to many immigrants each year and ESL courses are a 
necessity for these settlers. Turkey was selected due to the fact that this country is somehow similar to 
Iran in that English is taught as a foreign language in schools and universities, and therefore, we hoped to 
find possible similarities between the two countries. The following questions are then investigated in this 
study: 
1. What are the differences between teacher training programs in these three countries in terms of study 
hours? 
2.  What are the differences between teacher training programs in these three countries in terms of the 
courses provided for the teaching applicants? 
3. What are the differences between teacher training programs in these three countries in terms of 
employment chances? 
4. What are the differences between teacher training programs in these three countries in terms of 
practicality of training? 
 
2. A brief history of teacher training in Iran 
Before the revolution in 1979, most language teachers in language institutes and some schools were 
native speakers of English living in Iran. The practice of having native speakers of the language or the 
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ones who have lived in an English speaking country was a usual practice until 15 years ago. Language 
institutes preferred these instructors to university graduates who had studied English in universities. After 
the introduction of new teaching methodologies in university courses and the realization of the 
importance of academic education for language teaching, language institutes started hiring more 
university graduates to the point that today the number instructors who do not have academic studies is 
reduced to less than 10% in language institutes. 
In schools, however, there has been a different trend. Around 50 years ago, before the revolution in 
Iran, school teachers were Diploma graduates of high schools and taught all courses in schools. A few 
years after the revolution, teacher training centers in Iran began accepting students to receive Association 
of Arts/Science Degree from these centers in different majors such as math, English, Physical education, 
etc., and thereby taught in schools. These applicants were employed by the Ministry of Education from 
the first day of their studies. These teachers were only permitted to teach in elementary and middle 
schools.  
Another group of applicants were the ones who attended the nationwide exams for university entry in 
the same majors. The difference was that these applicants were able to receive Bachelor of Arts/Science 
Degree. The courses provided for the teachers in teacher training centers were equal to the first two years 
of university studies. These students were of two types. The ones who had chosen pure majors like math, 
physics, English, Physical Education, etc., and the ones chosen majors named Teaching Math, Teaching 
Physics, Teaching English, etc. The latter were then employed by the Ministry of Education and taught at 
high school levels.     
Around 10 years ago the Ministry of Education provided programs with complementary courses for 
the teachers with AS or AA degrees to continue their education to BS or BA levels. The programs were 
held in teacher training centers and the instructors were from among the instructors of the Ministry of 
Education. The instructors who received their BA or BS degrees were then able to continue their studies 
in universities to graduate schools. It is to be mentioned that the same practice is still hold to date.  
The difference between the courses in teacher training centers and universities are some extra courses 
that these teachers are to take. From among these courses Educational Psychology, Child and 
Adolescence Psychology, and The Philosophy of Education can be named. All the other courses are 
shared among these teachers and university students. 
One of the new projects by the Ministry of Education is to accept students from the nationwide 
university exam administered each year. This way, the students attending the university exam can study in 
teacher training centers together with the teachers who are employed by the Ministry of Education 
differed in that they will not be employed from the beginning and will be employed based on criteria put 
forward by the Ministry of Education after finishing their studies. The main idea of this project is 
-E-
 
In-service training in the Ministry of Education in Iran has two types of programs for the teachers; 
general and specific. The general courses are shared among all majors while specific courses are tailored 
to different majors. From among the general courses provided by the Ministry of Education Information 
Technology (IT), Internat
can be mentioned. These courses are taught in Persian. The specific courses are major-specific; for 
example, the courses for EFL teachers are testing, teaching methodology, the state-of-the-art teaching 
methodology among the others. These courses are mostly taught in English depending on the instructors. 
The number of hours for each program is defined by each teacher training center and the finances are 
provided by the Ministry of Education.  
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2.1. Teacher training in Iran revisited 
Having a close look at the educational system dominant in teacher training centers in Iran, a number of 
shortcomings are revealed that can explain the low quality of EFL instruction in schools in Iran. The 
quality of EFL classes in schools has been criticized for years in Iran. English courses are introduced to 
students the first year of middle school, that is, after finishing the elementary school. The Elementary 
school program is 5 years in Iran and children start school at 6 years of age. Therefore, the first exposure 
to English classes is at the age of 11. English courses are presented to students to the last year of high 
school when the students receive their Diploma.  
It has been observed that even after many years of studying English at school (around 7 years) the 
students lack primary requirements of being proficient language users. They are not capable of 
communicating the smallest amounts of ideas in this language and what they know is merely the 
grammatical rules of the language without any ability to use these rules. This deficiency continues to be 
 
The ESP classes in universities have the same low quality as high schools and the students have a hard 
time passing the ESP courses given to them. The roots of this problem can be attributed to the low quality 
of EFL teaching in schools. To have a better look at the reasons underlying this problem we are to put 
teacher training and in-service training programs under scrutiny to find the shortcomings.  
To do so, we start with teacher training pre-service programs and then we will talk about in-service 
programs. The shortcomings observed in pre-service programs were the ease of employment and its 
drawbacks, lack of motivation, the evaluation system, lack of practicality in available courses, the conflict 
of working and studying at the same time, class hours, commuting difficulties in addition to 
accommodation in these centers, lack of motivation for pursuing higher education, and last but not least 
the low-proficiency level applicants to these centers.  
2.1.1. Ease of employment and its drawbacks 
 
One of the most important and crucial shortcomings of this system is the way it treats these teachers. 
These applicants are employed from the very first day they begin their studies in these centers. They feel 
secure about their jobs and are certain of job security no matter what they do and how well they do during 
their academic program. The way these applicants feel about their situation helps lowering the amount of 
effort they make to pursue their education.  
University students are to study hard to be qualified enough in both the content knowledge of TEFL 
and general proficiency to be able to find a suitable job after they graduate. On the contrary, the 
applicants in teacher training centers do not see the necessity to improve in either the content or general 
proficiency as long as it makes no difference in their employment status; that is, their being employed is 
taken for granted from the beginning of their studies. This deficiency in the system can be granted as the 
basis for all other shortcomings observed in this system.  
2.1.2. Lack of motivation 
 
As mentioned earlier, the applicants in teacher training programs are employed the time they start their 
studies and they feel secure about their jobs. As stated above, this is the main reason they do not feel 
responsible for their studies and are not motivated enough to elevate their knowledge since there is no 
pressure on being more qualified or any elimination for unqualified applicants. What this leads to is the 
way they act in their classes towards their assignments and professors. The professors who teach courses 
in teacher training centers are of two groups; the teachers with MS or MA degrees who are employed by 
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the ministry of education and university professors. In any case, both groups complain about how these 
applicants never take their courses seriously. The professors always complain about these students not 
being ready when attending class. They usually skip assignment and make excuses such as being busy at 
work.  
2.1.3. Course evaluation  
 
When it comes to course evaluation, the professors usually claim that these students have no intentions 
or any motivation to pass their courses with good scores. They see no use in studying hard to gain a high 
GPA as it is of no means a way they are qualified later at work. It is often reported that if they fail the 
courses, they ask for a passing score by persuading the professors. The professors usually do not let them 
down with the request as they see no use in having them take the course again since they are certain there 
will be no attempt made the next time they take the course either. 
2.1.4. Lack of practicality 
 
One problem considering the courses these applicants have to take in these centers is that most of these 
courses are theoretical and not practical. There are a few practical courses for the AS/A applicants 
(around 2 credits). This problem has been overcome in developed countries, and is under practice in 
developing countries like Turkey. The problem which arises from this shortcoming is the teachers with 
not enough experience of teaching and little familiarity with the latest teaching methodologies especially 
in EFL teaching.  
2.1.5. The conflict of working and studying at the same time 
 
the applicants who were willing to continue education from AA or AS levels to BS or BA levels, were 
allowed to take the number of years they had to study off from work and after finishing their studies get 
back to work. These days, however, it is not possible to do so and these applicants have to study and work 
at the same time. There is, however, a possibility that they take the years off from work but the problem is 
the amount of salary they receive is reduced and they are not willing to do so.  That is, they have to work 
twenty four hours a week as their job requirement and have around twenty hours of studies.  
2.1.6. Class hours 
 
The working day are on Saturdays, Sundays, Mondays, and Tuesdays, and attending classes on 
Wednesdays, Thursdays or Fridays. Classes start at 8 a.m. and finish at 6 p.m. The time pressure and 
heavy load of information on these applicants add to the lower quality of their classes. Professors usually 
claim that these applicants cannot concentrate due to fatigue and overloading of the information. One 
good reason they cannot do their assignments is the fact that they work all week and do not have enough 
time to accomplish course requirements. 
2.1.7. Commuting difficulties 
 
Another contributing factor is the fact that the teacher training centers are usually in big cities and the 
applicants have to commute to the centers on usually long trips. They are usually married and the family 
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problems add to the issue in hand. They have to stay in dormitories which are not usually in good 
conditions, and the married ones need to go back to their hometowns after each class day. 
2.1.8. Lack of motivation in pursuing higher education 
 
Another factor involved is the benefit of continuing studies and whether it is motivating enough for 
theses applicants. Clearly, no one denies that financial factors can be motivating elements in any career. 
What everyone expects of gaining knowledge and expertise in their job is promotion in terms of both 
position and salary in the work place. What actually happens when these applicants continue their studies 
to BA/S, MS/A, or even PhD levels is not what normally is expected. The difference in the amount of 
raise they gain when they are a BA/S or MA/S and when they are an MA/S and PhD is not really 
motivating for these applicants. The raise is actually significant and the only motive left for being willing 
to continue education is the social status they gain by continuing their studies.  
One related issue with all teachers in teacher training centers is that even if they continue their studies 
to PhD levels, with the fact they are just a few, no proper position is there in these centers to make the 
and to other teachers in teacher 
training courses and in their free time teach in universities as extra staff. EFL teachers are of no 
exceptions, and maybe this is the reason that there are no PhD EFL teachers in teacher training centers. 
The ones who get accepted in PhD programs resign from the Ministry of Education and apply for a 
faculty member in universities.  
2.1.9. Low-proficiency level applicants 
 
The last but not least is the very nature of the applicants to these centers. As was stated earlier, the 
educational system in Iran requires all diploma holders willing to continue their studies to take a 
nationwide entrance exam to universities. There are two types of university systems in Iran. The first one 
which belongs to the government and provides free education for the ones accepted and the other one 
which is not governmental and requires tuition. There are two separate entrance exams for these two 
systems, which out of experience of around 25 years of implementation, getting accepted in the former is 
more demanding than the latter. The ones who attend the governmental entrance exam are allowed to 
choose teacher training centers to continue their studies. Out of comparison the applicants getting 
accepted in teacher education centers are the ones who have not been able to get accepted in either 
universities supported by the government and the ones non-governmental ones. They are usually the 
students with low rank in university entrance exams. As a result getting accepted in teacher training 
centers needs lower ranks than the other two.  
EFL as a university major is of no exception. The ones willing to get accepted in one of the 
governmental universities need to take an extra part which is TOFEL-like and requires an upper-
intermediate proficiency level to be able to receive the needed rank. The ones applied for teacher training 
centers have to take the same test but the cut score is much lower for these applicants. The direct 
consequence of this selection procedure is low proficient EFL teachers who are as explained above are in 
no means willing to improve their knowledge and expertise. These teachers, then, are responsible for 
introducing children to the foreign language in schools, and due to their low proficiency level the quality 
of their instruction is very low.    
As needed as it is, the Ministry of Education does not provide any extracurricular courses for these 
teachers to improve their general English proficiency and due to their low proficiency parts of their 
classes in the centers are handled in Persian 
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attending extracurricular English courses in language institutes that their school teachers have 
grammatical or pronunciations mistakes in their L2s. 
2.2. In-service programs in  Iran revisited 
Earlier we talked about the types of courses provided by the Ministry of Education in Iran. We 
mentioned that there are both major-specific and general courses provided for the teachers. As with the 
teacher training pre-service programs, there are some fundamental problems in conducting the in-service 
programs in these centers as well. The Ministry of Education provides the necessary courses and allocates 
finances in these programs; however, how these courses are conducted in real practice is the matter of 
debate.  
As it is of no doubt for any one, evaluation is an inseparable part of any educational setting. The way 
the applicants in any course are evaluated has direct impact on the way they treat that course. If the 
assessment is seriously insisted on and the amount of learning is evaluated and required for later job 
accomplishments, the applicants too take the course seriously and try to do their best achieving the goals 
defined for that specific course.  
What happens in reality with in-service training courses in teacher training centers is that the only 
requirement is attending these classes, receiving a certificate of attendance and adding it to the other 
documents required for later promotions. The assessment of these courses is just like the courses they take 
as a part of their education. The instructors are usually teachers themselves who are employed by the 
Ministry of education and do not force their fellow colleagues to do assignments or have active 
participation in these classes. As an illustration, one of the teachers in a personal conversation explained 
how the teachers who hold an ICDL certificate were not able to send e-mails and as a matter of fact they 
did not even have an e-mail address.   
Additionally, previously, teachers were granted for attending these programs and were paid according 
to the number of hours they had attended as wages. Now, they receive some credit which will be used as 
basis for later promotions. 
3. Teacher training in Turkey 
There are similarities and differences between teacher training systems in Iran and Turkey. To start 
with, let us talk about the differences. As mentioned in the introduction to teacher training in Iran, we 
mentioned that the practice of teacher training in Iran is conducted in teacher training centers and there is 
no connection between these centers and the universities in Iran. This matter was recognized as one of the 
problematic areas in the system since all teachers and their professors are colleagues and this adds to the 
informality of the system and as a result to its imperfection. 
In Turkey, however, this system was changed and the teacher training centers became a part of 
universities in the year 1982 (cited in Aydin and Baskan, 2005). This is actually what the Ministry of 
Education has decided to do from the year 2012 in Iran. In this way, the teaching applicants study in 
universities and are then employed by the Ministry of Education.  
One advantage of this practice is compensating for the problem we have in our country. As stated 
above, the applicants entering teacher training centers in Iran are employed by the ministry of education 
form the day they start their education. The problem with this is that these applicants feel secure about 
their jobs and have no intensions to improve their state of knowledge as they are not going to be 
disqualified due to their low performance. On the other hand, when students study at the university they 
have to be qualified enough to be able to get employed after their graduation and this is the case in 
Turkey.  
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One factor in direct relation to this matter is employment in Turkey. When all teaching applicants in 
Iran are employed by the Ministry of Education, the opposite is true about Turkey. According to Baskan 
(2001) there is a lack of cooperation and coordination between the Ministry of National Education that is 
responsible for the employment of teachers and the Higher Education Council that is responsible for the 
training of these teachers. Aydin and Baskan (2005) reported that there are 64 education faculties in the 
77 universities all over Turkey in which there are 50 students per instructor which is a high ratio in 
comparison with the standards of 7 to 8 students per instructor in other countries. 
One similarity between the two systems is the lack of practicality in teacher training courses. As stated 
about teacher training courses in Iran, the total credits of practical courses are 2 for the students in both 
BA/S and AS/A levels. The same is true for Turkey and there seems to be a need to add more to the 
practical courses during these programs.  
Overall, what seems to be shared between these two countries is the problem of employment from 
different angles, though, and the courses provided for teaching applicants in terms of more practical and 
less theoretical ones. 
these centers to universities to provide a more academic like education for these applicants.  
4. Teacher training in Australia 
What we have had already was a comparison between two Asian countries providing EFL courses in 
schools and universities. The point of departure of these countries from the ones introducing English as a 
second language might lie in the fact that these countries do not have the urge to provide practical English 
courses as there is no immediate use of the language outside of classes. English is mostly used for 
translating textbooks in universities and is used for higher education. With the fact that the number of 
students who are willing to go abroad and continue their studies is growing each day, due to the deficient 
EFL teaching courses provided in schools and universities, these students usually take language classes in 
private institutes which are more to the date and take new teaching methodologies into their classes.  
To have a better look at the situation, we decided to add another country with a totally different 
educational system in which English is used as a second and not a foreign language which is Australia.  
Australia has many immigrants from various countries and the indigenous Aboriginal people. For 
example, about 40% of the population of Queensland is immigrants or descendants of immigrants from 
more than 200 different nations. Many indigenous people live in Queensland. Under this situation, the 
state has a need for ESL education (Murakami, Imai, Sugiura, and Takashima, 2003). Australia has also 
supported LOTE (Languages Other Than English) for the past 20 years with strong ties to Asian countries 
emphasized around the same time (Sato and Kleinsasser, 1999). In Queensland, about 7 languages 
including Korean and Japanese are taught from third grade of elementary school (Higuchi, 1997).  
In Australia, universities and postgraduate schools play a big role in professional development. There 
are a variety of courses ranging from doing a subject or two within an undergraduate degree to 
postgraduate certificates a  
As it is stated by the Australian Teacher Education Association (ATEA), teacher's colleges in Australia 
have now become part of the general university offering rather being distinct institutions as they were in 
the past. As such, many universities now have a school of education where teacher training is undertaken, 
along with providing opportunities for postgraduate studies. This fact is congruent with teacher training in 
Australia and as opposed to what we have in Iran.  
The Bachelor of Teaching program in the Faculty of Education is a two-year postgraduate degree with 
a graduate entry requirement. Pre-service teachers are able to choose one of three specializations: Primary 
School, Middle School and Secondary School teaching. The program has curriculum and method classes 
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as well as a professional practice component, Professional Studies, which is based around understanding 
the practice of teaching. 
The four practicum experiences, which pre-service teachers take over the two years of the program, is 
seen as a significant part of the Bachelor of Teaching program. They involve pre-service teachers going 
into schools and start to take responsibilities in teaching with help and guide from one or more colleague 
teachers. The same as the local pre-service teachers, ESL pre-service teachers take School University 
Partnership Program (SUPP) and four practicum experiences in their two-year studies (Fan and Le, 2009). 
These ESL pre-service teachers in the Bachelor of Teaching program at the University of Tasmania 
have relevant support and assistance as follows (International Students, 2009): 
University wide content-based courses which allow ESL students to learn languages in meaningful 
contexts, rather than having them study the language as a separate subject; 
specific areas of needs (Cruickshank, Newell, & Cole, 2003). 
-directed learning which is mainly behind the establishment of self-access materials and the 
provision of on-line support and other materials in colleges, schools, and universities (International 
Students, 2009); 
ELSIS, 2009) 
provides all ESL students with weekly skills-based courses, focusing on academic writing and preparation 
for examinations) (ELSIS, 2009). 
As it is obvious, teacher training in Australia opts for a more practical system considering all aspects 
of teaching as a practice in real context. 
5. Discussion 
The present study was to investigate teacher training systems in three countries of Iran, Turkey, and 
Australia in terms of four issues; study hours, courses, employment chances, and practicality of the 
courses. After taking a close look at these three systems, it seemed that the teacher training system in 
Australia is the best of the three. 
In term of study hours, the teacher training centers in Iran provide study hours on weekends and for 
long hours ea
courses were provided by universities; however, these students were away from teaching practice to the 
point they finished their studies at the university. In Australia, on the other hand, applicants are able to 
study and teach at the same time but the studying hours are set as they can easily manage their time for 
both practice and studying.  
Regarding employment chances, Iran seems to have the best employment chances for teaching 
applicants which has its own drawbacks. These applicants have access to a job in schools very easily to 
the point that they have no motivation to improve their qualifications in the work place. Employment 
seems to be an issue in Turkey as there is no good enough cooperation between the Ministry of Education 
and Universities in which teaching applicants study in (Aydin and Baksan, 2005). The rate of 
employment is low and there is one instructor per 50 students. Australia seems to have a good chance of 
employment for language teachers in all language settings around the country and requires all to have 
higher education qualifications. 
Considering courses, Iran and Turkey have almost the same courses provided to teachers in a two to 
four-year education. Australia also has a two-year educational system for language teachers. The 
difference is that Australian teacher training programs provide teaching applicants with some practical 
teaching related courses as well as field courses in which the applicants have the opportunity to take part 
in language classes and practice teaching with the help of their colleagues.  
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This is in direct relation to the forth research question asking for practicality in teacher training 
curriculum. As stated above, teacher training programs in Iran provide only a course of 2 credits 
concerning teaching practice, and the same is true about teaching training programs in Turkey. In 
Australia, on the contrary, teaching applicants are provided with tutorials, group works with other teacher, 
content-based courses, and field practices in real teaching contexts.  
6. Conclusion 
As it can be concluded form the above discussion, teacher training in Iran needs serious changes in 
terms of planning for study hours, course content, employment reconsiderations, and the degree of 
practicality needed for such a vocational practice of teaching. As much as it is true about all teacher 
training majors, EFL teacher training needs even more consideration in Iran, due to the low quality 
training systems available to these teachers. 
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